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ABSTRACT 
THE INTERACTION OF STUDENT EDUCATIONAL VALUES, 
TEACHING METHODS AND CLASSROOM CLIMATE IN A 
GROUP OF COLLEGE UNDERGRADUATES 
SEPTEMBER 1990 
GILBERTO ERNESTO RIOS 
B.A., MICHIGAN STATE UNIVERSITY 
M.A., MICHIGAN STATE UNIVERSITY 
ED.D., UNIVERSITY OF MASSACHUSETTS 
Directed by Professor John W. Wideman 
The unfavorable impact of didactic teaching methods upon 
students' learning and attitudes toward education and the lack of 
research on teaching methods at the post-secondary level are the 
major problems addressed by this study. It was the author's intent 
that specific teaching alternatives be tested and analyzed as to 
their effectiveness in terms of both quantitative and qualitative 
outcomes. The study assessed student educational values and 
learning preferences and experimented with the creation of a 
classroom learning environment conducive to more meaningful learning 
experiences. 
Subjects consisted of two intact Introduction to Psychology 
sections with an approximate enrollment of 35 students per section. 
One group was arbitrarily selected as the experimental group, 
while the other constituted the control or contrast group. 
Treatment consisted of providing limited academic freedom within the 
confines of a traditional and conservative institution. In contrast 
to the control group which was taught in the traditional didactic 
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manner, the experimental group had a series of alternate optional 
learning activities from which to choose or add their own. If they 
decided to do the alternate activities, their exams were counted as 
single value. In the control group exams counted double; this was 
also the case for experimental group section students who decided to 
earn their grade in the traditional manner or by exams only. 
Both groups were administered a Checklist of Educational Views 
as a pre and post dependent variable measure. Student course 
satisfaction was also measured. In order to appreciate the kind of 
climate which was to be facilitated by the instructor in the 
experimental section, senior psychology students observed and 
recorded classroom behaviors on a daily basis. 
Results of the statistical analyses indicated that there was 
no significant change in views toward education as measured by the 
checklist. Qualitative data, however, demonstrated a clear 
preference (in both groups) for permissive classroom environments. 
Experimental group students were quite pleased with having 
experienced the permissive environment and those who did alternate 
learning activities seemed to have had a more meaningful learning 
experience. 
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CHAPTER I 
INTRODUCTION 
Introduction and Overview 
Teaching methods and how they may interact with students' 
views toward the process of learning has been a neglected area of 
educational research and practice, particularly at the post¬ 
secondary level. Puerto Rican universities have perhaps neglected 
these issues even more so, as evidenced by the fact that in 
reviewing the local literature there is not one reference to 
research of this nature. In this respect, the actual classroom 
climate in terms of faculty-student interaction tends to perpetuate 
the traditional superior-inferior, faculty-student relationship. 
This autocratic relationship has many implications for the process 
of learning, particularly when considering the passive, non-critical 
role students tend to assume under these circumstances. 
The purpose of this study was to test alternatives in terms of 
teaching methods and classroom climate, in order to verify 
empirically how these changes may have an impact on students' views 
toward education or perhaps even on their specific learning of a 
particular subject matter, in this case psychology. 
The above alternatives refer to providing a classroom climate 
where students have the opportunity, if they so desire, to be active 
participants in their own learning, making decisions and thus 
becoming more committed to the learning process. 
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In the following sections, I will describe the context and the 
background of the problem and frame the problem and purpose of the 
study. 
The Context of the Study 
The University of Puerto Rico at Mayagiiez, with an enrollment 
of 9,432 students, was the site of the study. This institution was 
founded in 1911 as an Agricultural College. "By September 1912, the 
first full-sized classroom building had been completed. That year 
the name of the college was changed to the College of Agriculture 
and Mechanic Arts" (University of Puerto Rico, 1984, p. 15). 
In 1942 the entire public university system was reformed by a 
legislative act; consequently the Mayagiiez campus was reorganized 
into three colleges, with their respective deans: the College of 
Agriculture, the College of Engineering, and a new College of 
Sciences. The "new" College of Sciences would eventually evolve into 
a College of Arts and Sciences when in 1959 it was to merge with the 
Division of General Studies. 
With the establishment of the College of Arts and Sciences, 
the social sciences were finally institutionalized into a formal 
department offering majors in general social science, political 
science, sociology, history and psychology. Of all majors offered 
in social sciences, psychology has the largest current enrollment, 
approximately 180. Psychology has also become an area of interest 
for many engineering students as is the latest trend in many North 
American colleges. 
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Though liberal arts as a general academic area is clearly 
established at "Colegio," as the institution is popularly called, it 
is still considered an "engineering college" by many. In fact, the 
Mayaguez campus of the University of Puerto Rico has gained some 
recognition among engineering schools at the national level. As 
such, the campus tends to have a rather disciplined "elite" student 
body. 
Within this context, academic "rigor" is paramount, as a 
reputation for being "tough" needs to be sustained in every 
discipline. Thus "authority" and knowledge take on a particular 
meaning and importance at Colegio. The particular meaning that is 
referred to is one which is inclined toward rigidity in thinking. 
This is precisely one of the author's major contentions and motive 
for the study; that academic "rigor" as practiced at Colegio tends 
to generate rigid thinking and authoritarian classroom processes in 
the instructors, and a corresponding rigid passivity in students. 
Background of the Problem 
Given the previously described context of the study, issues 
pertaining to educational values, intellectual development, and 
student views toward the teaching/learning process had to be 
addressed empirically. 
The study outcomes were to determine how rigidity and 
authoritarianism could contrast with more empowering ways of 
teaching which may facilitate students deriving some significant and 
maybe even personal meaning from what they learn. 
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Some of the stated issues may be summarized by the following 
questions: "Does anything happen in the mind between the ages of 17 
and 22 beyond a large intake of information, an enrichment of 
content?" (White in Perry, 1970, p. v); and will this information 
remain accessible to students once they enter their respective 
professions? 
The role of faculty and how they go about their teaching was 
also of concern. Are their teaching methods the most appropriate? 
Are faculty helping students to derive their own personal meaning 
from what s been offered to them as content? But perhaps most 
importantly: Are faculty challenging students to think? 
These questions lead to concern for what student attitudes 
toward learning might be, given the characteristics of the typical 
learning environment at Colegio. These characteristics may be 
representative of a predominantly didactic mode of teaching 
4k 
evidenced by the following attitudes and/or situations which may be 
commonly manifest at Colegio. 
1. "Faculty have the fundamental responsibility for student 
learning. This attitude may lead to the following 
situations" (Paul, 1986, p. 5). 
a. "The roles of teacher and learner are distinct and 
should not be blurred" (Ibid., 1986, p. 4). 
b. Students cannot be trusted to pursue their own 
scientific and professional learning. Attendance has 
to be mandated, readings must be quizzed, completion 
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Of work must be supervised. Essentially, students 
must be continually guided and evaluated. 
c. The readings, issues or concepts that are important 
are those deemed as "important" by the instructor. 
d. Faculty and textbooks are the maximum authority on 
subject matter. 
e. If a student gets an "A," they say they earned it; if 
they get a failing grade, they say they were "given" a 
poor grade. In this respect discipline and motivation 
tend to be derived from external forces as opposed to 
internal development. Thus, in the long run, the 
authoritative answers that instructors have are the 
fundamental standards for assessing students’ 
learning. 
2. Learning may proceed as an impersonal process where the 
discovery of personal meaning could be only an incidental 
outcome to the acquisition of content. This implies that: 
a. "The personal experience of students has no essential 
role to play in education" (Paul, 1986, p. 5); 
students are manageable objects, not persons, 
b. "Learning is essentially a private monological 
process in which learners can proceed more or less 
directly to 'established truth’ under the guidance 
of an 'expert' in such truth" (Paul, 1986, pp. 5- 
6) . 
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C. "People can gain significant knowledge without 
seeking or valuing it and hence that education can 
take place without a significant transformation of 
values for the learner" (Paul, 1986, p. 4). 
3. Students' independent thinking is typically not fostered, 
often it is even challenged. This implies that: 
a. The fundamental need of students is to be taught 
more or less directly what, not how, to think (that 
students will learn how to think if they only know 
what to think)" (Paul, 1986, p. 2). 
b. "The knowledge is independent of the thinking that 
generates, organizes and applies it" (Paul, 1986, 
p. 2) . 
c. Students need to be taught how to arrive at correct 
answers. 
As may be evident from the outlined characteristics, the 
emphasis is on the academic rigor sustained by an authoritative 
faculty. Therefore it may not be uncommon for instance, to regard 
faculty as "better" or "tougher" (they tend to be almost 
synonymous), because they fail half their students! 
It should be noted, however, that although the described 
learning environment is not necessarily manifest in every classroom, 
it is nonetheless cause for concern. The concern stems from both 
student and faculty complaints. Students often complain about how 
passive and powerless they feel in class. Faculty often complain 
about how students must be motivated extrinsically as they cannot be 
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trusted to become seriously and independently committed to their own 
learning. 
Statement of the Problem 
The lack of research on teaching methods at the post-secondary 
level, and particularly at Colegio is the major problem addressed by 
this study. Alternatives to the traditional didactic teaching 
methods need to be tested. 
Purpose of the Study 
The primary intent of this study was to design and test an 
alternative mode of teaching through the provision of a democratic 
learning environment which may be conducive to a more meaningful 
learning experience. The study also sought to assess the impact of 
learning environment upon student educational values. 
More specifically, the intent of the study was to: 
1. design and test a method of teaching that can foster 
freedom and responsibility by giving students the 
opportunity to learn according to their personal 
preferences. 
2. assess what students' reactions are; if, how and why they 
opted for the opportunities offered by the particular 
method. 
3. assess if they learn more or what they learned; content, 
learning process, self-awareness, meaning. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
Considering that research similar to this study has never been 
undertaken in Puerto Rico, three studies conducted on the mainland 
will be the focal point of this review. These are: Schwebel and 
Asch (1948) , Faw (1949) and Wispe (1951). That these studies date 
back a considerable amount of time is due primarily to the 
historical development of what is now identified as humanistic 
education. These studies are the initial experiments in this field 
and as such serve as the backdrop for this discussion. 
Although humanistic education is more commonly associated with 
the work of Carl Rogers (1942, 1961, 1969), Nathaniel Cantor as 
early as 1946 was already considering the importance of emotions and 
personality in the teaching-learning process. He states: "The 
educated teacher must understand in a general way the underlying 
personality make-up and emotional reactions of the students when 
they enter his class. This is as much a part of the educational 
situation as the body of fact to be presented" (p. 26). In this 
respect he became an early advocate of what was to be named non¬ 
directive or student-centered teaching. In his early experiences he 
sought in this way to promote social sensitivity and self-insight in 
his students. Lewellyn Gross (1948) gives an account of Cantor s 
research in this area whereby he concludes by posing questions 
regarding the personality make-up of both students and instructor as 
they may play a major role in determining the effectiveness of the 
8 
student-centered method, this being the first time that the 
interpersonal or human dynamics of the teaching process is taken 
into serious consideration. Though the author's study did not 
assess student and instructor personalities formally, it 
nevertheless was an implicit variable in the study, particularly as 
it is associated with educational views. Schwebel and Asch (1948) 
also experimented with non-directive teaching. Their particular 
study raised two major hypotheses: (1) "that the basic task in 
motivation is in stimulating the drive to growth and development and 
(2) that the accomplishment of the student is directly related to 
the degree of freedom afforded him and his readiness to accept it" 
(p. 368) . The above-mentioned degree of freedom and student 
readiness to accept it are two important variables in the proposed 
study. What is curious about the issue of freedom is that in most 
of the studies conducted in this area students have been practically 
forced to thrive within this context as they were given no other 
choice. Thus student "readiness to accept it" may be a significant 
variable in terms of what students get out of it. In this respect, 
one also has to consider what Schwebel and Asch meant by "the 
accomplishment of the student." Early research in non-directive 
teaching typically sought to develop students' self-understanding, 
independence and assumption of responsibility. The author's 
particular concern with accomplishment referred to in this way is 
whether the non-directive method is "the only way." 
Humanistic education and the research it engendered seemed to 
be basically related to the issue of student's emotional growth as 
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it may interact with the nature of teacher-student relationships and 
overall classroom climate. Another good early example of research 
in this area is Faw’s (1949) work entitled "A psychotherapeutic 
method of teaching psychology." Here a study similar in nature to 
the author's was conducted whereby there was also a contrast group, 
so as to verify the differential impact of method on learning. 
Aside from the more qualitative measures of participation and 
enjoyment, more quantitative measures such as exam scores of both 
groups were contrasted. Results indicated that the major gains for 
the experimental group were mostly along qualitative variables. 
Two years later, Wispe (1951), in "Evaluating section teaching 
methods in the introductory course" again set up two contrasting 
methods of instruction, directive and permissive in order to assess 
their respective effectiveness. Wispe also wanted to assess 
students' reactions to both methods. In the final analysis he 
categorized students based on their responses to a battery of tests 
which even included the TAT as follows: 
"(1) a group of students who regardless of the kind of teaching 
received, 'wanted more direction'; (2) another group who, regardless 
of the kind of teaching received, 'wanted more permissiveness'; and 
(3) a group which was 'satisfied' regardless of the kind of teaching 
received." 
The first group comprised half of the sample regardless of the 
method of instruction. This could be attributed to a getting-a- 
good- grade orientation or perhaps to personality variables. Either 
way the overall conclusion was that "for the better students there 
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was no clear-cut superiority in learning attributable to either of 
the two teaching methods, but for the poorer students directive 
teaching proved superior.” 
The present study is unique in that it does not divide students 
in such a rigid manner as did Wispe and others. Even within the 
experimental permissive" group, students may still have more 
directive options if they so desire. 
Though research on student-centered teaching methods has 
experienced a notable decline since the late fifties and sixties, 
some more recent publications are worth noting, particularly as they 
deal with the issues of the effectiveness of student-centered 
teaching at the college level. 
Stephen Erdle et al (1985) in assessing the relationship 
between instructor personality, classroom behavior and student 
ratings of college teaching effectiveness found that there is a 
relationship between personality and teaching effectiveness. What 
is relevant from their research to the present study is that the 
personal characteristics associated with effectiveness are also 
characteristics associated with the behavior of student-centered 
teachers. They found that, "The highly rated teacher was found to 
exhibit two types of personality traits: one type reflecting 
Achievement Orientation( e.g., dominance, intelligence, leadership) 
and the other reflecting Interpersonal Orientation (e.g., 
supportiveness, nonauthoritarianism, nondefensiveness" (p. 404). In 
a related publication Hanna and McGill (1985) also addressed the 
characteristics of effective teachers. They felt that effective 
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teachers displayed; "a student centered orientation, a value for the 
learning process, a need to influence individual behavior and a 
belief that they possessed the power to produce a desired effect in 
the learner"(p. 178). 
One additional reference also deals with the effects of 
instructor personality, teaching method, teacher and student 
classroom behaviors, student learning and teacher effectiveness. 
Greeson, (1988) as did Murray, (1983) found that specific classroom 
behaviors mediate the relationships between teacher personality 
characteristics and student rated teaching effectiveness. His 
study; "provides classroom-based, low-inference behavioral data 
supporting the relationship between teaching style and 
student/teacher classroom interaction patterns. In general, 
teacher-centered instruction involved significantly more time spent 
on teacher talk than did student-centered instruction. By contrast, 
students, in the experimental student-centered course section asked 
more questions, shared more information and generated more ideas 
than did students in the teacher-centered control section" (p. 313). 
Thus, the question addressed is perhaps not whether student- 
centered teaching is a valid and beneficial method, but rather what 
may it be good for or for whom may it be good? These considerations 
are of interest particularly within the context of Colegio's 
tradition and the elite nature of its students. 
A final area of review relates to intellectual development as 
it may be implicit if there are significant observed differences 
between the pre- and post-measures of educational views to be 
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administered to the students of the study. This in fact is one of 
the major questions 
posed by the study, namely: Can students change in their views 
toward education? and Will they better develop as a result of being 
exposed to a non-traditional environment? 
Development and change according to Harvey, Hunt and Schroeder 
(1961) refer to the increasing effectiveness of adaptability to 
change (p. VI), or to a "progression toward greater abstractness on 
the concrete-abstract dimension" (p. 4). Similarly, for Perry 
(1968), development means going from dualistic thinking to more 
relativistic thinking and these in turn are the extremes in terms of 
the parameters by which to analyze this study's data on the nature 
of change. 
In yet another aspect of this study, students' learning 
preferences may indeed be related or implicit given their stage of 
intellectual development as posed by Perry's (1968) developmental 
scheme. 
The study looked at some of the issues involved in the reviewed 
literature in different ways and in a different academic and 
cultural context as well, as will be described subsequently. 
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CHAPTER III 
METHODOLOGY 
Methodology and Design 
Design and Procedures 
The intent of the study was twofold: to assess students' 
values about education and to determine the impact of freeing up the 
learning situation so as to provide for a climate conducive to the 
exercise of freedom of choice, development of commitment and the 
derivation of personal meaning. 
Subjects consisted of two intact Introduction to Psychology 
sections with an approximate enrollment of 35 students per section. 
Students varied in major and year of study. Typically, engineering, 
biology, pre-med, business and social sciences majors are well 
represented in the introductory course (see Appendix J for 
distribution of majors and year of study by section). One advantage 
of the typical constitution of this course is its representativeness 
of the general student population. 
One group was arbitrarily selected as the experimental group 
(Section 122), while the remaining group (Section 112) constituted 
the contrast or control group. Treatment consisted of providing 
limited academic freedom within the confines of institutional press. 
In contrast to the control group which was taught in the 
traditional didactic manner, the experimental group had a series of 
alternate activities as an optional means to learn and also comply 
with course requirements for the final grade. Those students in the 
14 
experimental section who preferred to obtain their final grade in 
the traditional manner (as in the control group) still had the 
option of taking three short exams and the final as the sole source 
of points for the course grade. 
Both groups needed to accumulate the total amount of points 
possible for a grade of 4.0 or 340 points distributed between three 
short exams and the final. In order to free up the experimental 
section so that if the student chose to do so he/she could opt for 
having the tests count as single value (each multiple choice test 
item being equivalent to one point) for a total of 170 points, then 
the remaining 170 points would be accumulated by the sum of the 
chosen alternate learning activities. The syllabus distributed to 
the experimental group (see Appendix C) at the beginning of the 
course differed from the one given to the control (see Appendix B) 
group in that it listed 10 learning alternatives with its 
corresponding weight in terms of points from which they would choose 
in combination so as to accumulate 170 points. The list was only a 
suggestions list, students could make whatever combination they 
preferred plus they could add their own. The point value accorded 
to each learning activity was also a suggested value. Whatever 
combination was made was accorded in individual conference with the 
instructor and a learning contract was negotiated and signed (see 
Appendix D) . Many of the learning activities were intended to 
involve direct student participation in class in terms of 
presentations and demonstrations. As such, towards the second half 
of the course, students should have been active participants in the 
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learning situation with the instructor serving more as a 
facilitator. 
In order to assess climate and student/instructor interaction, 
two senior psychology students observed both sections at least once 
a week. Prior to observations they were orientated as to what they 
were to observe and how they were to record their observations, but 
they were not told the nature of the study nor did they know which 
was the control group and which was the contrast group. This was 
done in order to avoid biasing observers as to what they "should” 
see. They were given readings on qualitative research and data 
collection (Patton, 1986, pp. 137-68; Goetz, 1984, pp. 142-53), as 
well as written instructions and recording sheets. One recording 
sheet was similar to an anecdotal report, while the other was a more 
structured Likert-type scoring instrument, use of each format 
proceeded on an alternating basis, one day anecdotal, the following 
being structured. In addition, all students responded to an 
evaluation instrument which assessed their overall satisfaction with 
the course. 
The instructor also kept a daily log of what was planned for 
each class as well as personal commentaries and reactions to what 
actually transpired during each session. Student visits to the 
office for consultation on projects were also recorded. Observers 
in turn reported and discussed their observations with the 
instructor on a weekly basis. One of the purposes of the periodic 
meetings was so that the instructor could appreciate whether he was 
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being true to the proposed method of instruction to be practiced in 
each section respectively. 
The quantitative component of the study involved taking pre and 
post measures of student views about education and correlating the 
results with variables which may have an impact on the particular 
views they espouse. The variables to be considered are: exposure 
to treatment," their selection or non-selection of optional 
learning activities, year of study, and major. Students' level of 
intellectual development according to Perry’s (1968) developmental 
scheme were also addressed by the same pre and post measures (see 
Appendix I). 
Hypotheses and Questions 
Hypotheses and questions were related respectively to the 
qualitative and quantitative aspects of the study. More 
specifically, the interaction and effects of the following variables 
were the major focus of assessment: 
1. Students' attitudes and views toward education as they 
may relate to learning preferences, year of study and 
major, or as they may reflect changes from pre to post 
measures on the CLEV instrument due to exposure to 
treatment. 
2. Classroom climate was addressed in three ways: 
(a) as the classroom climate in the experimental 
section may have motivated student willingness to 
participate and take responsibility for their 
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learning. An indication of this would be the 
number of students who opted for alternate learning 
activities. 
(b) as the ratings on the "Observer Classroom Behavior 
Recording Sheet" and the ratings on the "Observer 
Classroom Interaction Scoring Sheet" (see 
Appendices F and H, respectively) were consistent 
in evidencing fidelity with a permissive climate. 
(c) as student responses to item #15 on the "Student 
Course Evaluation Form" (see Appendix K) evidenced 
the instructor having facilitated a generally 
permissive climate. 
3. Characteristics of students who chose optional learning 
activities and found it fulfilling as measured by 
"Student Course Evaluation Form (options students only- 
see Appendix L). 
4. Students' general satisfaction with class and teaching 
method as measured by an end of semester course 
evaluation (see Appendix K, item #22 in particular). 
5. Students' level of academic achievement, as determined by 
final course grades. 
Hypotheses 
For the purpose of stating the hypotheses more clearly and 
simply the experimental group as a whole is referred to as Group E, 
the control group as Group C, the students who chose to do the 
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optional learning activities in the experimental as Group El, and 
those who did not choose the optional activities as Group E2. 
Each research hypothesis is preceded by an explanatory 
introductory statement. 
1* (Introduction) One of the major aspects of this study is 
to ascertain what relationship there may be between 
student characteristics, in this case educational views, 
and their learning preferences. Or, as stated earlier 
(p. 11), what may it (method) be good for or for whom may 
it be good. Thus is there any way of knowing who is best 
suited for a method based on shared responsibility and 
commitment? And more specifically, will scores on the 
CLEV predict who will choose and use the optional 
learning activities in the experimental (E) group? 
Hypothesis 1. Group El and Group E2 will differ significantly 
in their educational views as measured by the CLEV pre-test data. 
2. (Introduction)—If method were to have a definitive 
impact on educational views it would be expected that 
changes should be greater in the experimental group (E) 
as a whole when compared to the control (C) group. The 
rationale for such expectancy is that traditional 
didactic teaching methods tend to promote dualistic rigid 
thinking. 
Hypothesis 2. There will be a significant difference between 
Group E and Group C in their change of educational views as measured 
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by differences obtained between pre and post administrations of the 
CLEV. 
3. (Introduction)—When considering changes in educational 
views the greatest contrast should be expected between 
the experimental group students who chose to do optional 
learning activities (El), and the control (C) group in 
general. 
Hypothesis 3. There will be a significant difference between 
Group El and Group C in their change of educational views as 
measured by differences obtained between pre and post 
administrations of the CLEV. 
4. (Introduction) Another question to be addressed by the 
study, concerning those students in the experimental 
section (E) who did not choose to do the optional 
learning activities (E2), is whether by exposure to the 
experimental method alone they would demonstrate greater 
changes in their educational views than their 
counterparts in the control group. 
Hypothesis 4. There will be a significant difference between 
Group E2 and Group C in their change of educational views, as 
measured by differences obtained between pre and post 
administrations of the CLEV. 
5. (Introduction)—Variables which could have a confounding 
impact on this study are year of study and major. They 
have thus been incorporated into the design. 
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Hypothesis 5. There will be a significant difference in 
educational views as a consequence of year of study and major. The 
views of each group will be the mean scores of that group on the 
CLEV pre test. 
Specific Questions 
1. Will a "permissive," free-of-threat "climate" promote 
student: 
a. discovery of personal meaning of concepts? 
b. change in educational views? 
c. their willingness to participate in class? 
d. taking responsibility for their learning? 
e. tolerance for ambiguity or relativistic thinking? 
f. feeling comfortable and at ease? 
2. Will students in the experimental group demonstrate 
greater overall satisfaction with the course as opposed 
to the control group? 
Instrumentation 
For the pre and post measures on educational views, a 
translated version of the "Checklist of Educational Views" (Perry, 
1968) was used. 
The original "CLEV" consisted of a "Likert-type scale of 90 
items focusing on attitudes toward education, teachers, parents, 
students and books. In it we presented, as quotations, statements 
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about teachers, courses and so forth and asked students to indicate 
how much they agreed or disagreed" (Perry, 1968, p. 101). 
The original 90-item version was shortened to 46 items and 
submitted to statistical analysis. "The reliability of the test was 
checked both for concurrent (split-half) and reliability over time 
(test-retest). The reliability coefficients were significant for 
both internal consistency, r (Fall) = +.658, r (Spring) = +.731, and 
for consistency over time, r (Fall to Spring) = +.797" (Perry, 1968, 
p. 103). 
The CLEV used in the study is an even shorter form consisting 
of 20 items as a final revision of the 46-item version. This 
version in turn was translated and adapted for the study by the 
author. The 20 items are arranged in a Likert-type attitude scale 
format with values ranging from 1 (strongly agree) to 7 (strongly 
disagree), with a middle value of 4 corresponding to a neutral 
position (can't say). Students were also instructed to comment or 
explain as to the reasoning behind their selected response on space 
provided for this purpose after each item. 
The CLEV was selected in order to discriminate between those 
students who were inclined toward dualistic or adherent thinking and 
those who were more relativistic and independent in their thinking. 
Students with a total mean score of 4< were considered as adherent, 
those with scores >4 were considered relativistic. Perry's (1968) 
factorial analysis had already established the instrument's 
construct validity for the measurement of adherence to authority. 
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The instrument administered as a pre and post measure also 
indicated whether students had experienced any change in their views 
toward education due to the effects of treatment. 
Data Analysis 
Analysis of qualitative data proceeded on an ongoing basis, but 
in the end coding categories were developed in order to seek answers 
to the proposed questions. 
On the matter of quantitative analysis, however, inferential 
statistical analysis was employed. Analysis of variance and Pearson 
correlational analysis were used to test for the levels of 
significance in the interaction of hypothesized variables so as to 
verify whether the hypotheses were sustained. 
The following comparisons of mean test scores for all short 
tests and the final exam were conducted; mastery of content was a 
significant variable as it contrasts with method and climate. 
Experimental vs. Control 
Experimental 1 (Options) vs. Experimental 2 
Experimental 2 vs. Control 
Experimental 1 (Options) vs. Control 
Finally, it should be noted that the instructor was also the 
experimenter and that he was trying to teach in two very contrasting 
ways. This situation lends itself to being affected by experimenter 
bias which could be manifest in deliberately doing a poor job with 
the control group or in doing exceedingly well with the experimental 
group. In any event, observers should be able to detect if there is 
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any kind of biasing effect. The experimenter also processed his own 
observations from his class log and student contacts (see final part 
of the discussion on findings). 
Significance of study 
The study was of significance due to the following: 
1. It sought to assess the impact on students' educational 
views and learning about psychology, when the process of 
teaching was characterized by a climate of "shared 
responsibility." 
2. It provided information about whether shared 
responsibility may also promote more mastery of content. 
3. It provided perhaps the first opportunity for "Colegio" 
students to make decisions as to how they go about the 
task of their own learning. 
4. It provided for both freedom in the sense of 
permissiveness and participation while at the same time 
leaving room within the same context for those students 
who want direction. The significance herein lies in that 
previous studies in non-directive teaching tended to push 
students into accepting this particular mode of 
instruction. Previous studies refers specifically to 
Schwebel and Asch (1948), Faw (1949) and Wispe (1951). 
5. The results of the study may stimulate considerable 
additional research. 
6. The results ot the study may provide Information to those 
who may wish to generate changes in teaching practices at 
Colegio and other Puerto Rican universities. 
Limitations 
The major possible limitations to this study pertain to two 
general areas. One is the assessment of change based on pre and 
post responses to the "Checklist of Educational Views" (Perry, 
1968) . The other concerns the more qualitative aspects of the study 
or the establishment and assessment of classroom climate. 
Regarding the pre and post measures of student' educational 
views, the following limitations may be considered: 
1. The sense, meaning or intent of the original CLEV items 
could have been altered due to the effects of 
translation. 
2. Given that the measure is a translated version, 
administered to an elite student body, generalization of 
results may be limited. 
3. There could have been errors of measurement. Students 
may have misinterpreted the meaning of items. 
4. The probability of students significantly changing their 
educational views after only one semester of exposure to 
the experimental treatment may be minimal at best. 
The qualitative aspects of the study may allow for the 
consideration of the following limitations: 
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The difficulties inherent in maintaining two contrasting 
classroom climates by the same instructor were 
considerable, particularly when one section followed 
immediately after the other. Eventually towards the end 
of the course the control group was addressed by the 
instructor in the same way as the experimental group. 
The instructor simply could not be two different persons. 
2. Observing and recording variability of "climate" as it 
may have been manifest in both contrast and experimental 
groups posed additional difficulties. Observers missed 
several classes so that altogether they only reported 16 
observations on the control group and 11 on the 
experimental group. The nature of their reports was also 
problematic; they tended to observe mostly the instructor 
and at times their comments did not address the issue of 
climate. 
3. The generalizability of the effects of this type of 
teaching method or climate to other academic subject 
matter fields such as physics, mathematics or Portuguese. 
26 
CHAPTER IV 
FINDINGS 
Analysis of Research Hypotheses and Questions 
This chapter will be divided into two sections. The first 
presents an analysis of the research hypotheses, attending in this 
respect the more quantitative aspects of the study. The second 
section involves an analysis of the predominantly qualitative data 
which corresponds to some of the major questions posed for study. 
Hypothesis 1 
The first research hypothesis was tested using one-way analysis 
of variance between groups (C, El, E2) and within groups. Group 
pre-test means, standard deviations, degrees of freedom and F ratio 
were computed by SPSS data analysis (see Table 1) . Findings 
indicate there was a significant statistical difference between the 
educational views of groups El and E2 as measured by CLEV, F=2.41, 
DF 2,58, p0.09; as such the hypothesis is sustained. 
TABLE 1 
Means and Standard Deviations for C, El and E2 Groups 
Group Count Mean Standard Deviation 
C 32 3.50 .5613 
El 10 3.18 .4191 
E2 19 3.69 .7194 
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Mean differences between groups are more readily apparent when 
graphed as follows (Fig. 4.1). 
3.80 
3.70 
3.60 
3.60 
3.40 
3.30 
3.20 
3.10 
3.00 
C El E2 
Graphed Means for C, El and E2 Groups. 
Figure 4.1 
Analysis of Hypothesis 1 
Having previously established in Chapter III that CLEV scores > 
than 4.0 indicate relativistic views and that scores <4.0 indicate 
adherent views, it appears that the sample as a whole is inclined 
toward adherent educational attitudes and views. As argued in 
Chapter I, this is not unusual and in fact could have been expected 
considering Colegio's authoritarian tradition. What is unusual, 
however, is that the group denoting the most adherence is the group 
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which should have been more relativistic when considering their 
demonstrated preference for alternate ways of learning. Thus the 
question arises, why did group El, though manifesting more adherence 
than either C or E2 choose to learn in a non-traditional manner? 
Answers to this question may lie in the analysis of qualitative data 
which will be addressed in the second part of this chapter. Another 
possibility may be the validity of the CLEV instrument itself. 
Given that hypotheses 2, 3 and 4 also deal with how the sample 
responded to the CLEV, this time as a pre and post measure, the 
issue of its validity will be discussed as the results of hypotheses 
testing are analyzed. 
Hypotheses 2, 3 and 4 
As with hypothesis 1, hypotheses 2, 3 and 4 were statistically 
analyzed using one way analysis of variance; this time using the 
mean differences between pre and post measures on CLEV. The groups 
were contrasted as follows by hypotheses: 
Hypotheses Groups 
2 E vs. C 
3 El vs. C 
4 E2 vs. C 
Although it was hypothesized that there would be significant 
statistical differences between pre and post measures among these 
groups, F=.07 D>F> 2,58, p=.94 findings did not sustain any of the 
expected changes in views (see Table 2). 
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TABLE 2 
Analysis of Variance Hypotheses 2, 3, 4 
SOURCE D.F. SUM OF SOUARES MEAN SOUARF.S F RATIO F PROB 
Between Groups 2 
.0230 
.0115 .0663 .9359 
Within Groups 58 10.0655 
.1735 
Total 60 20.0885 
GROUP COUNT 
STANDARD STANDARD 
MEAN DEVIATION ERROR 
Group 1 - Control 32 -.1891 .3977 .0703 
Group 2 - Experimental 1 10 -.1650 .3300 .1044 
Group 3 - Experimental 2 19 -.2211 .4820 .1106 
Total 61 -.1951 .4101 .0525 
Hypothesis 2 did not reflect a significant change in views in 
the experimental group. Apparently method, climate or treatment did 
not have the expected impact as the experimental variable. 
Even in hypothesis 3 where the contrast should have been 
greater due to El subjects preference for non-traditional learning 
activities, findings were quite contrary to what had been 
anticipated. In fact, El students scored the most adherent post¬ 
test means. 
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Likewise, hypothesis 4 did not reflect the anticipated effects 
of exposure to treatment within the E2 group, as their views were 
not significantly different from those of the control group when 
assessing if there was any change between pre and post measures. 
Analysis of Hypotheses 2, 3 and 4 
Hypotheses 2, 3 and 4 will be analyzed as a group since they 
all predicted a change in views and since none of them reflected 
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either significant or expected changes. In fact, a major finding 
was the unexpected. In all groups, for instance, they consistently 
changed (though not statistically significant) toward manifesting 
even more adherence on the post test. This phenomenon coupled with 
the unexpected pre-test differences found in hypothesis 1 again 
brings up the issue of faulty measurement among other possible 
explanations. 
Regarding the validity and reliability of CLEV, the following 
could be considered: 
1. An uncharacteristically low variability of responses 
given that the scale is a summated rating scale. 
2. The probability of response set and item familiarity. 
3. Concerns over factor purity may implicate construct 
validity. 
4. Scoring error as evidenced by the incongruence between 
what students score and what they mean as expressed in 
their written comment/explanation following each answer. 
5. Student understanding of each item. 
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6. Conditions under which pre and post tests were 
administered. 
In order to assess the possibility of some of the mentioned 
considerations being genuine contaminants, the researcher performed 
the following procedures: 
1* Factorially loaded items were identified. These were six 
of the seven original items (#12, 14, 15, 16, 17 and 18) 
which Perry (1968) had previously found to be loaded on 
adherence. 
2. Responses to the six items in both pre and post tests 
were reviewed for understanding of meaning as evidenced 
by the consistency exhibited between what they scored and 
what they commented/explained. This was done with all 
the El's, an equal number of E2's and the even-numbered 
C's. 
3. The instructor's classroom log was also reviewed for 
comments related to the conditions under which both pre 
and post tests were administered. 
Upon reviewing student responses for consistency and 
understanding of meaning it was confirmed that they generally 
understood the meaning of the items and that their responses were 
their true and personal opinions of the issues raised by the CLEV 
items. There was an occasional but not significant, inconsistency 
between scoring and explanation. 
There was also little evidence of response set. 
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The instructor’s classroom log did not reveal significant 
inconsistencies between pre-test conditions and post-test 
conditions. The pre-test was administered on Monday of the third 
week of class. Students were not given prior notice of pre-test 
administration. They had the full 50-minute class period to 
complete the CLEV. On the average they took 40-45 minutes to 
complete the pre-test. Some had questions but in general they 
seemed to understand the items. 
The post-test was administered on Wednesday of the 14th week of 
class. The students were told that it was the same test as the pre¬ 
test and that when they finished they could get their grades from 
the second short exam which had been administered that Monday. 
Still another possibility in terms of explaining greater 
adherence on the post-test might be three positions identified by 
Perry (1970) as alternatives to growth and change or "positions of 
deflection." Perry states: 
In any of the Positions in the main line of developmentaperson 
may suspend, nullify, or even reverse the process of growth as 
our scheme defines it: (1) He may pause for a year or more, 
often quite aware of the step that lies ahead of him, as if 
waiting or gathering his forces (Temporizing). (2) He may 
entrench himself, in anger and hatred of 'otherness,'in the me- 
they or we-other dualism of the early Positions (Retreat). (3) 
He may settle for exploiting the detachment offered by some 
middle Position on the scale, in the deeper avoidance of 
personal responsibility known as alienation (Escape), (p. 177) 
These "Positions" are seen by Perry (1968) as natural and 
perhaps even necessary alternatives in the process of growth. Perry 
explains: 
The scheme assumes that a person may have recourse to 
them whenever he feels unprepared, resentful,, alienated or 
overwhelmed to a degree which makes his urge to conserve 
dominant over his urge to progress. In the first three 
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impact of iulHni P" ' the challen9c “ presented by the 
instabilitv ^ = J? Y' l!!.the middle three Portions by the 
Ui ofuself in a diffuse Relativism, and in the final 
Positions by the responsibilities of Commitment, (p. 14)! 
It should be noted that El students had to deal initially with 
the impact of multiplicity, they had a wide variety of learning 
options from which to choose. By mid-semester they had to cope with 
the instructor’s emphasis on the relativistic nature of psychology 
and by semester’s end, they had to face the challenge of what they 
had committed themselves to do in terms of the different learning 
activities they had chosen. In fact, at least half of the El 
students got behind on their proposed schedules for turning in 
projects and many ended up turning them in during the last two weeks 
of class. This was one of the major setbacks of the study as at 
such a late date there was not much class time left so that they 
could make presentations. 
Adherent or dualistic thinking as defined by Perry may have 
also explained El students’ decision to learn in non-traditional 
ways. It is probable that they may have decided to do so in order 
to please the instructor. It’s as if they were told by the 
instructor to be liberal and make choices, that they would do so 
because they were supposed to. The interesting paradox herein is 
that in accordance with their adherent they conform, but in doing so 
in the long run they may be beginning to experience a genuine change 
in their ways of viewing learning and education. 
Thus according to Perry's scheme the subjects in this study may 
not have been so atypical after all, and may have even been 
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responding naturally to the challenges that freedom, diversity, 
choice, and commitment tend to pose. 
Hypothesis 5 
The fifth hypothesis was tested using Pearson correlational 
analysis as computed by SPSS. Moderate correlations at <.05 level 
of significance were found among some of the variables (see Table 
3). 
TABLE 3 
Correlation Values for CLEV PRE-POST, CEEB, GPA, YEAR 
PRE POST CEEBS GPA YEAR 
PRE 1.0000 
( 61) 
P= . 
*.7621 
( 61) 
P= .000 
.1926 
( 56) 
P= .077 
*.3526 
( 59) 
P= .003 
-.1189 
( 59) 
P= .185 
POST *.7621 
( 61) 
P= 000 
1.0000 
( 61) 
P= . 
.1509 
( 56) 
P= .133 
.3198 
( 59) 
P= .007 
-.2214 
( 59) 
P= .046 
CEEB .1926 
( 66) 
P=.007 
.1509 
( 56) 
P= .133 
1.0000 
( 56) 
P= . 
* .3722 
( 56) 
P=.002 
.1306 
( 56) 
P= .169 
GPA .3526 
( 59) 
P= .003 
*.3198 
( 59) 
P= .007 
.3722 
( 56) 
P= .002 
1.0000 
( 59) 
P= . 
.1907 
( 59) 
P= .074 
YEAR -.1189 
( 59) 
P= .185 
*-.2214 
( 59) 
P= .046 
.1306 
( 56) 
P= .169 
.1907 
( 59) 
P= .074 
1.0000 
( 59) 
P= . 
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The hypothesized variables, however, were not statistically 
significant in demonstrating relationship to the dependent variable: 
CLEV pre-test means. The highest correlation obtained is consistent 
with previously computed analysis of variance. If there was little 
variance between pre and post means on CLEV for all groups it would 
make sense that there be a high r. between these dependent 
variables. CEEB and GPA should also be at least moderately high due 
to the predictive validity of CEEB. 
f 
GPA correlated moderately with both pre and post measures 
separately. This also sustains Perry's (1968) earlier findings, 
whereby the higher a student’s GPA was, the higher the inclination 
toward relativistic thinking. 
One interesting finding centers on the relationship between 
post-test means and year of study, r-.22 p.04. Apparently as 
students spend more time at Colegio they tend to become more 
adherent. This finding is consistent with this researcher's earlier 
expressed contention that Colegio's teaching practices tend to 
inhibit students' independent thinking. 
Analysis of Hypothesis 5 
Overall it appears that year of study or major may not be 
discriminating factors within this particular sample, at least on 
the pre-test. It appears, however, that adherence is a common 
denominator among all subjects in this study. 
36 
Additional Quantitative Analysis 
Though it was not a formal hypothesis, course total points 
accumulated or final grade were considered in order to verify 
whether there was any probable relationship between mastery of 
content and treatment, in this case one-way analysis of variance 
did not evidence any significant relationship between these 
variables, F=1.42, DF 2,58, p. 25. 
An additional analysis of variance was computed on test scores 
using SPSS TEsts for Homogeneity of Variances; Cochran C=.40, p. 67 
and Bartlett Box F=40, p. 67. These results also proved to be non¬ 
significant . 
Although there was no statistical difference between the 
average grade for both groups, (E and C) it had been anticipated 
that El students might do better than all others. In reality, 
however, there was a strong relationship between El students exam 
scores and the quality of their projects/learning activities. In 
terms of the qualitative aspects of grading projects, some students 
also negotiated the point value of their grade after they had been 
returned; they felt their work was worth more. 
Another consideration would be the size of El as a group, they 
were 13 students or 37% of E and 5% of N as a whole. 
Analysis of Research Questions 
As previously indicated, research questions addressed the more 
qualitative aspects of the study, namely, the impact of climate on 
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students at a more personal level and their satisfaction vith the 
course. 
As could be anticipated, some of these questions may be 
difficult to assess. 
Question 1 
Question one, dealing with the effects of climate, seeks to 
determine whether concepts had acquired personal meaning as 
evidenced perhaps by students' development of personal commitment 
and active involvement with their learning. The impact of climate 
was also questioned as to how it may promote changes in educational 
views toward relativistic thinking, or at least a tolerance for 
ambiguity. 
How climate may have had an effect on meaning, initiative, 
commitment, participation, and change in views and tolerance for 
ambiguity will be assessed by reviewing the following sources of 
data: 
1. Instructor's classroom (45 classes) and student office 
visits record (44 contacts). 
2. Observer Classroom Behavior Recording Sheet (Appendix F). 
3. Observer Classroom Interaction Scoring Sheet (Appendix 
H) . 
4. Student Course Evaluation Form (Appendix K). 
5. Student Course Evaluation Form (options students only; 
Appendix L). 
One additional variable to be addressed by the enumerated 
sources of data involved determining whether the instructor was 
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consistent in his teaching method, or in facilitating a permissive 
learning environment (climate) . 
Data Source 1. The second day of class several students 
approached the instructor excitedly at the thought of being able to 
learn in ways that were more suited to them personally. One 
accompanied the instructor to his office because she wanted to talk 
about "real meaningful and relevant learning." (Log, p. 2) 
On the 12th day of class students were asked to divide into 
groups so that they could experience the process of scientific 
inquiry by identifying a problem and developing hypotheses and 
designs. This activity resulted in the following instructor's 
comment: Participation and involvement were high and I think they 
also learned in a more relevant and significant way." (Log, p. 7) 
Following the 27th day of class, 
A student came in to let me know she wanted to do a project 
with her little sister (12 years old) because of the problems 
she was having at home. Though she doesn't have time to do the 
'options' alternative she still wants to do the project even if 
she doesn't get credit for it. (Log, p. 13) 
This student shows definite initiative, involvement and a desire to 
make learning personally relevant. Another student in this same 
class also insisted that we pursue a topic which was of particular 
interest to her; she stated, interrupting the instructor, "But 
aren't we going to talk about the alcoholics"? (Log, p. 14). 
Following this exchange I asked one of the options students if she 
might want to share with the class her findings from visiting a drug 
and alcoholism rehabilitation agency. "She immediately got up, went 
to the front of the class and made an excellent presentation." (Log, 
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p. 15). In both instances clear signs of initiative are 
demonstrated. 
By the 31st day, some students were beginning to turn in their 
projects. "At the end of class two students [proudly] turned in 
their projects. They seemed to have quite a sense of satisfaction 
in doing so." (Log, p. 18). Some of the projects which involved 
making a presentation, reflected involvement on the part of the 
whole class as well. 
She [an experimental group student] had decided to do research 
with a senior psychology student, and as part of the project 
she needed to administer a personality inventory to those who 
were willing to participate. She brought only 20 inventories 
but there were more students wanting to take part as subjects 
than she had anticipated. It was nice to see how almost the 
whole group was quite willing to get involved. Some were even 
worried that there wouldn't be enough to go around. They are 
now anxiously awaiting the results. (Log, p. 23) 
Of the 13 options (El) students, however, at least half of them 
did get considerably behind schedule. This had an adverse effect on 
climate. By day 40 the instructor's log reflected concern over this 
matter: 
One thing which has not turned out as planned was the phasing 
out of didactic teaching with the anticipated increase in 
student participation as they began to finish their projects. 
This has been due to the fact that half of the options students 
are either behind on their projects or have chosen options 
which do not involve making presentations or demonstrations. 
(Log p. 25) 
This was also noted in the office visits received where the 
instructor felt he should have been more firm and organized in terms 
of deadlines and in the coordinating and planning of projects so 
that they would be evenly distributed throughout the semester. 
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At one point in the semester (day 43) the Instructor even 
questioned the reasons why some students may have been enthusiastic 
about their learning: 
For those who have not only opted tor doing non-traditional 
doinS ?hem'wiv1^63 b?w have even ^emon3trated enthusiasm about doing them why the enthusiasm? Is it that they are highly 
“l"?;'1: responsible students anyway or is it that they are 
thrilled by having been given the opportunity to learn as it 
may be more meaningful to them? (Log pp. 26-27) 
An additional instructor comment seemed to sustain the latter 
situation. Following an office interaction he had this to say: 
Had an excellent conversation with this student, she seemed 
genuinely interested in the projects and I even suspect that 
having the opportunity to learn in this way confirmed her 
decision to change to psychology as a major. (Office contacts 
register, p. 2) 
To conclude, it was the instructor's general impression that 
the majority of options students were quite pleased with having 
freedom of choice and that they were pleased with their work; (the 
extent of their choices can be appreciated in Table 4) data source 
number 5 tends to sustain this contention. 
41 
TABLE 4 
Nature, Quantity and 
Activities 
Project/Learning Activity 
Values 
Article Reviews 
Interviews 
Term Papers 
Behavior Modification Plan 
Field Trips 
Research Proposals 
Demonstrations 
Newspaper Report 
Research Project 
Vocational Evaluation 
Therapy 
Videotape 
Self Study 
Case Study 
for Projects/Learning 
Contracts 
Range of Point 
18 15-45 
14 25-40 
8 20-70 
5 15-50 
3 25-30 
3 45-70 
2 35-80 
2 20-30 
1 40 
1 30 
1 30 
1 100 
1 50 
1 50 
Range of Point Values 
as Accorded in Learning 
Quantity 
Altogether there were 14 different types of project/learning 
activities undertaken by students, adding up to 61 as an overall 
total. 
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It should also be noted that many of the office contacts 
involved consultation and assistance in preparing some of the 
projects. Some students worked completely on their own, others 
needed support. 
Data Source 5. The most significant findings from this source 
were student responses to questions number 2 and 3 where they were 
asked if it was worth the work involved to have done the options and 
whether they would in a future learning situation again opt for 
learning in non-traditional ways respectively. Results are 
unanimously in the affirmative on both items, as they appear in the 
following compendium of responses. 
2. Now that you have turned in all your projects, was it 
worth your time and effort to have opted for learning in 
this way? *Note: All students answered affirmative; 
following are some of their reasons: 
Yes, it was worth it because of what I learned 
about the topics I chose, they were things I was 
curious about. 
This helped me to better understand certain aspects 
of the class, and I discovered things that perhaps 
I never would have learned. 
Although I had to dedicate a lot of my time to the 
projects, I don't regret having done them. 
Yes, because I was working on topics of my 
interest, time was not important, the effort was 
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rewarded because one created something and in some 
instances, these experiences are more effective 
than the textbook. 
It was worth it because the class grade did not 
depend solely on exams which are sometimes hard to 
pass. 
If, in the future you were to have the opportunity to 
learn in a non—traditional manner, as you have in this 
course; would you do it again? *Note: All students 
answered affirmative; following are some of their 
reasons: 
Yes, but the contract should be more precise and 
with more commitment so that I could get even more 
out of it. 
It motivated me more. 
They give the student more confidence and help him 
feel more at ease in class thus securing his 
success in the class as far as the grade is 
concerned. 
I think so. There were times during the semester 
when I thought I wouldn't be able to do all the 
work, but the effort was definitely rewarded, not 
just in terms of a grade, but in the depth of the 
knowledge. I did special projects on memory, 
dreams and drugs; in all of these areas I have 
broad knowledge. 
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Yes, because this is the best way to learn and 
become interested in a class without limiting 
oneself to topics discussed in class or covered by 
the test. 
Data Source 4. A final note on commitment. Item number 21 on 
the final course evaluation asked students if they had assumed 
responsibility for their own learning. Results, though indicating 
high percentages in favor of commitment, place the E group above the 
control group with 93% and 82% in the affirmative respectively. 
Though El students cannot be identified separately within the larger 
E group, it could nevertheless be assumed that it was this sub-group 
which may have accounted for the higher E group percentage. 
Data Sources 1, 2 and 3. (Some concluding observations on 
climate.) Following is a series of instructor's log comments 
pertaining to the issue of climate (Data Source 1). Some correspond 
to difficulties in being consistently permissive in the experimental 
group while others reflect the facilitation of a permissive climate. 
Day 27: 
The major problem is that perhaps I have not been as 
traditional or didactic as I should have been in the control 
group and I may not have been as permissive as I should have 
been in the experimental group. I seem to be following being 
my usual self, though I have experienced some growth in terms 
of emphasizing the creation of an appropriate climate. 
Furthermore, 
I should consider my own reflexive incoherence as I battle with 
my own tendencies toward being formal and didactic while trying 
to be more permissive I have grown in this sense but the 
incongruence persists." (Log, p. 14) 
Another note on reflexive incoherence, Day 31: 
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Today's class was very significant in that I experienced 
e rtr°hTT £U11 bl0Wn- 1 to experience it as 
t?e c°ntrol group so deliberately didactic. During 
the control section I almost bored myself with the wav I wa- 
tng l felt like a snake, like l fake. How Io"d 1 To 
that and then turn around and be so friendly, open and 
permissive in the following, experimental section?" (Log, p. 
As a related concern the instructor even questioned whether "I was 
being inept at being didactic." (Log, p. 22) 
It appears that by shortly after mid-term, climate was becoming 
more stable in the experimental group. "I am beginning to sense a 
climate characterized by a friendly easy-going or at ease attitude 
on the part of all involved." (Log, p. 22) The following day (Day 
36) another positive comment regarding climate was registered: 
"They (E) are beginning to act as a group. Students are beginning 
to relate to me more on a personal level, often chatting with me 
before and after class." (Log, p. 23). By now such was their 
inclination toward participation that when the instructor tried to 
lecture to the experimental group, they would not allow itl 
I began the experimental section just as I had done in the 
control group (I was being evaluated by colleagues) and soon 
students began to interrupt with questions and I had to just 
naturally switch to the loose informal highly interactive style 
that they have been accustomed to." (Log, p. 25) 
Data sources 2 and 3 also tended to coincide with the 
instructor's own observations and comments. Appendix E summarizes 
observations from data source 2. It should be noted that the format 
for the presentation of findings follows the same structure that was 
given to observers in their Classroom Observation Guide (see 
Appendix D) . Item number 2 from the guide was not directly attended 
in the report because observers generally focused their attention 
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more on the instructor, as such data on student behavior was rather 
limited. It should also be noted that observations became more 
infrequent towards the latter part of the semester, to the point 
where only 10 observations were recorded using the Observer 
Classroom Interaction Scoring Sheet, (see Appendix F) or data source 
number three. Furthermore, of the 10 observations recorded, only 3 
were of the experimental group thus making comparisons with the 
control group invalid. 
In the final analysis, when students were asked in the course 
evaluation form if they had perceived the classroom environment to 
have been permissive and whether they preferred this kind of 
climate, they responded as follows: 
Item number 14 asked students if they felt the instructor had 
provided a permissive climate: 
Control group in agreement 67% 
Experimental group in agreement 93% 
Again, here differences are quite notable and tend to sustain 
the issue of method fidelity in the E group. 
A final question on the evaluation form asked them which would 
be their preference for a learning climate if they had to choose 
between directive and permissive: 
Control group 
permissive 89% 
directive 11% 
47 
Experimental group 
permissive 90% 
directive 10% 
It seems that when students are given a choice, at least in 
this sample, they prefer a more democratic and participatory type of 
learning environment. 
Thus it appears that a "different" climate was perceived by 
students as it seemed to have been consistently facilitated by the 
instructor, at least toward the latter part of the semester. The 
perceived difference was significant as evidenced by their responses 
to a question (Appendix K, question 1) dealing specifically with 
this issue. They were asked if they thought the course had been 
"different" from others they had taken in the social sciences and if 
so, to indicate how they thought it had been different. Responses 
by group were as follows: 
Yes No 
Control group 64% 36% 
Experimental group 90% 10% 
In terms of the reasoning behind why they felt the course was 
different, the following general comments were made by El 
experimental group student who answered yes: 
- There was flexibility and trust. 
- Exams don't always measure all a student has learned, lower 
emphasis on exams. 
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Personal application of concepts which facilitated self¬ 
understanding and improvement. 
- Being able to learn in preferred ways or freedom to learn. 
Favorable attributes of the instructor: open to interact 
with students; facilitated participation; was accessible for 
consultation. 
- Informality, a "nice" climate. 
- Real learning. 
I 
- Being able to share experiences. 
- Opportunity to participate. 
NOTE: Comments have been edited and summarized by the author for 
economy of space. 
The reasoning behind these comments is in accord with the kind 
of climate that should have been present in the experimental group. 
In this respect, that there was a permissive climate within this 
group tends to be affirmed by the data. 
Question 2 
This question addresses the extent to which both groups may 
have contrasted on the issue of satisfaction. On this variable 
there was no significant difference between groups as the 
percentages (control-88% and experimental-83%) were both favorably 
high and similar. The similarity between groups may have been due 
to the instructor's developing a permissive "style" of teaching 
which may have carried over into the control group. This tendency 
tends to be confirmed by some of this group's comments on the 
evaluation form. 
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The analyzed data and assessed questions in general have 
inclined toward sustaining some of the author's major expectations, 
at least in terms of the effects of a permissive climate. Students 
were generally satisfied with the course, they expressed a 
preference for a permissive environment, they felt the course had 
been different, and having done optional learning activities was 
worthwhile. 
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CHAPTER V 
SUMMARY AND DISCUSSION 
The purpose of the study was to test contrasting teaching 
methods in order to verify the relative merits of one over the other 
in facilitating meaningful learning and perhaps maybe even a change 
in educational views. 
As was not anticipated, the observed changes in views were not 
significant, at least not as measured by the CLEV instrument. 
Perhaps using the CLEV for an appreciation of short term effects due 
to teaching method may have not been appropriate. Perry originally 
used the instrument to measure long term effects such as what might 
transpire in students educational views from their first year of 
college to their senior year. The fact that the little change which 
was appreciated was toward greater adherence instead of relativism, 
could be construed as a natural reaction to the challenge that 
freedom may have posed for these students. This finding in turn 
validates Perry's (1968) "Position of deflection" and may even 
implicate cognitive dissonance. On the other hand, however, 
qualitative data indicated students' clear preference for permissive 
classroom environments, and at least half of the experimental group 
students asked for exercising freedom of choice. So the fact that 
students may be generally adherent as measured by CLEV does not 
necessarily mean that they want to be taught in traditional ways. 
Many of the course evaluation comments of both groups expressed a 
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preference for a classroom environment characterized by acceptance 
and interaction. 
One important finding from the CLEV measure was that greater 
adherence correlated with year of study. Apparently as students 
progress through Colegio, they become more entrenched in their views 
and become even more dualistic in their thinking. Apparently they 
have to do this in order to survive the academic rigors of their 
chosen fields of study. In this respect perhaps the experimental 
students saw the course as a respite or shelter where they could try 
to grow. In any event, those students were generally quite pleased 
with the experience and became involved to the point where there was 
some sense of community within the classroom. Their attitudes as 
they greeted this researcher with enthusiasm and candor was an 
affirmation and a recognition of what we had experienced. For many 
of them the experience may have been unique in that it was probably 
the first time ever that they had been asked to make decisions as to 
what and how to learn. Hopefully this study and its findings may 
help to convince faculty and administrators at Colegio of the 
qualitative benefits of giving students choices. Commitment and 
meaning of learning may be the greatest gains to be derived from 
democratizing education in allowing and trusting students to make 
choices. 
Summary and Analysis of Procedural Considerations 
In terms of the day to day running of the study, the following 
considerations or questions were noted: 
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Several of the El students commented on how the options 
were good because exams were deemphasized. Couldn’t have 
exams been eliminated altogether? 
It was often difficult for the researcher to be able to 
switch from one mode of teaching to the other. Perhaps 
the researcher should have taught only the experimental 
group. On this the researcher stated: "I'm realizing 
that my informal attentive style can't be suppressed in 
the control group for the sake of being didactic, at 
least not all the time." (Log, p. 15) 
L Trying to "cover" the same material in both sections was 
not necessarily congruent with experimental group 
teaching methods. Both groups being "tied" to the same 
tests proved to be cumbersome. By mid-semester the 
instructor had this to say on the issue of covering 
material and tests: "Furthermore I am realizing that 
'covering' the same basic material in both so as to have 
parity of material or content is what is making for no 
significant difference between one section and the 
other." (Log, p. 10) 
4. Time was a crucial factor associated with the previous 
consideration. The three short tests compressed the 
semester considerably, taking time away from instruction. 
This coupled with projects and presentations piling up 
during the last few weeks of class did not contribute to 
the climate which the researcher had sought to establish. 
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5. Contracting individually through office visits is time 
consuming though worthwhile and productive. A total of 
44 student office visits were recorded. 
6. A random sampling of classes should have been videotaped. 
7. Other student characteristics such as personality could 
have been assessed as well. 
Implications 
The study's qualitative findings have great implications for 
teaching at Colegio and other institutions of higher education in 
Puerto Rico as well. Students do prefer permissive learning 
environments and they seem to like to have choices as to how they 
are to learn but caution should be exercised in that freedom of 
choice may be threatening at first. Instructors must thus 
anticipate and plan for dealing with some resistance perhaps caused 
by dissonance. 
The after effects of the study brought the researcher to apply 
findings to the teaching of subsequent classes in the following 
semester. Also, two of his colleagues decided to give their 
students learning options and on other campuses a few committed 
professors have also been giving students choices. 
The establishment of more permissive learning environments 
could have implications for the personal and academic development of 
students, and faculty as well. Being able to exercise freedom of 
choice may promote the development of responsibility and commitment 
as well as critical thinking skills. Faculty will have the 
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opportunity to grow as they try to understand student needs and as 
they develop multiple learning experiences for their classes. 
Further research in this area may have the positive impact of 
giving teaching and teaching methods more importance at the college 
level. This implication is of great importance particularly at 
Colegio as most faculty have no background whatsoever in pedagogical 
principles and practices. The assumption is that to teach at 
Colegio you just need to be competent in your field, equating a good 
biologist with a good instructor, for instance. 
Recommendations for Further Research 
1. The study should be replicated with the following 
considerations: 
a. That the experimental group not be subjected to taking 
the same tests as the control group or that test 
taking at all be another option for the experimental 
group. 
b. That observers be trained in observing and that 
classes be videotaped. 
c. That the study be conducted in the teaching of other 
subject areas. 
2. Other studies could be conducted to assess the 
relationship between the instructor's personality 
attributes and efficacy in teaching permissively. 
3. More work could be done to refine and validate the CLEV 
instrument. 
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4. Dissonance theory as it may be related to the choices 
students make in terms of how to learn could be an 
additional area for further research. 
Concluding Remarks 
Perhaps one of the most significant aspects of this study for 
the researcher was the growth and understanding that comes from 
paying close attention to what one does. Being observed on a daily 
basis and informed of what was observed, then writing about what 
transpired after each class is a tremendous opportunity for 
learning. In this sense the impact of this research venture has had 
long-term after effects on the researcher as it has helped him to 
recognize his teaching style and it has fostered its evolution. 
The researcher also came to value the effects of climate as 
evidenced by the nature of student-instructor interaction. Office 
visits and informal chats before class were very helpful in getting 
to know students personally, which in turn helped to foster a sense 
of community in the classroom. 
Another notable issue in this research is related to whether 
El students really changed due to the freedom provided within a 
permissive environment or if it was that they were just given the 
freedom to be themselves. In approximately half the cases the 
instructor encountered genuine independent learners, these in fact 
were the most motivated, eager and satisfied. In this sense they 
were just being themselves. The other half of the students may have 
learned that making choices can be a fruitful means to grow. 
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In general this research endeavor turned out to be an 
experience in the affirmation of convictions previously held by the 
author: 
1. Students can be trusted, they will assume responsibility 
for their own learning if given a chance. 
2. Students like to be treated as persons. 
3. A permissive environment helps students feel secure and 
not threatened. 
4. A sense of community and belongingness as if all 
(including the instructor) were in the same boat, is a 
necessary condition for meaningful learning. 
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APPENDIX A 
DEFINITION OF TERMS 
Academic Freedom When students and instructors are free to 
express their ideas and convictions without 
undue pressure from the outside. 
Adherence Refers to a student preference for "clear explicit 
and externally sanctioned structures of rightness" 
(Perry, 1968, p. 102). May be assessed more 
specifically by "agree" responses to CLEV items 
11,12, 14, 15, 16, 17 and 18 (Perry, 1968, p. 
116) . 
Climate Climate refers to the establishment of a sense of 
community in the classroom which is characterized 
by an open and free-of-threat exchange of ideas 
between students and instructor. This climate 
should allow students to begin to see learning as 
a process whereby alternative ways of interpreting 
and assimilating experience are considered. As 
such, acceptance and respect are crucial elements 
of "climate." Furthermore, a prerequisite to the 
development of an acceptant and respectful 
"climate is the genuine trust in the student - his 
desire to implement his purposes as the 
motivational force behind learning" (Joyce & Weil, 
1972, p. 218. 
Rogers (1962) presents the following guidelines 
for creating an acceptant climate: 
"Encourage self-revelation rather than self- 
defense. Given each person a feeling of 
belonging. Create the impression that difference 
is good and desirable. Encourage children to 
trust their own organisms. Emphasize the 
existential ongoing character of learning. 
Finally, acceptance requires the establishment of 
an atmosphere which is generally hopeful. Such an 
atmosphere gives the child the feeling that he can 
be more than he is, the feeling that he has 
something to bring to this business of education 
rather than feeling that all of education means 
acquiring something from somewhere else for some 
unpredictable time in the future" (pp. 125-6). 
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Commitment 
Critical Thinking 
Dualism 
Climate is also related to the notion of academic 
freedom whereby students may be free to choose 
their preferred means of learning. 
Refers to an act, or ongoing activity relating a 
person as agent and chooser to aspects of his life 
in which he invests his energies, his care and his 
identity" (Perry, 1970, p. 135). 
A critical thinker defines problems; 
examines evidence; analyzes assumptions; 
considers alternative interpretations; and 
recognizes implications. Most important, a 
critical thinker adopts a certain attitude, 
one characterized by fair-mindedness, 
intellectual caution, and a willingness to 
question even one's own cherished beliefs 
and take seriously the arguments of others 
(Wade & Tavris, 1987). 
Refers to a position in Perry's developmental 
scheme characterized by "cognitive simplicity" in 
which students believe that the world is divided 
into the right and correct versus the wrong and 
incorrect. Within this context, faculty "are 
viewed as authority figures who know this 
distinction and communicate it to students. If 
students disagree with their teacher's 
interpretations, it is because they recognize 
another source of authority, perhaps family or 
peers" (Meyers, 1987, p. 97). 
Ethnography 
Educational Values The attitudes implicit in students' 
responses to the "Checklist of Educational 
Views." CLEV focuses on students' personal 
views toward education, faculty, parents, 
peers and books. 
"It is associated with the study of people not 
ourselves, and with the use of methods other than 
those of experimental design and quantitative 
measurement" (Hymes, 1982, p. 22). "For many 
ethnographers, an essential characteristic of 
ethnography is that it is open-minded, subject to 
self-correction during the process of inquiry 
itself" (p. 24). 
Growth and Development Growth relates to development in that growth 
would mean a student's transition from a 
point of cognitive simplicity or dualism to 
cognitive complexity or relativism along a 
developmental scheme as developed by Perry 
(1970). Any movement toward "commitment," 
59 
Perry's final stage of development, would be 
considered growth, irrespective of the 
starting point. 
Knowledge Two different approaches to the concept: 
a. Didactic knowledge: consists of the 
accumulation of facts or content in a given 
subject matter. 
b. Knowledge Base: "represents the 
cumulative Facts, Beliefs, Assumptions, and Values 
that the student has internalized" (Halowen & 
Cromwell, 1986, p. 6). 
Learning Styles Personal orientations for approaching 
learning tasks and processing information in 
certain ways. 
Personal Meaning Refers to the notion "that people gain only 
the knowledge that they seek and value. All 
other learning is superficial and/or 
transitory." Thus, "all genuine education 
transforms the basic values of the person 
educated" (Paul, 1986, p. 4). The vehicle of 
transformation lies in part in the personal 
experiences that the student brings to the 
learning situation, which in turn sets off 
the processes of assimilation and 
accommodation. Perry (1970), for instance, 
states that "the meaning of a given moment 
in experience emerges from a highly complex 
and selective interaction of forms derived 
from two pools: (1) the pool of those forms 
or orderings a person brings with him to the 
moment as expectancies; (2) the pool of 
those forms humanly discernible as 'inherent 
in the environment' of the experience. The 
meaning emerging from the interaction will 
bear varying degrees of congruence and 
incongruence with the forms of expectancies 
the person brought with him to the 
experience (assimilation). The degree and 
nature of the incongruence will determine 
the work a person has to do to "make sense 
of the experience (accommodation)" (p. 42). 
Psychological Education "Educational experiences designed to affect 
personal, ethical, aesthetical and 
philosophical development in adolescents and 
young adults" (Mosher & Sprinthall, 1973, p. 
). 
of Community An open, trusting environment free of threat 
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in the Classroom where students and faculty share in an 
egalitarian sense, the process of learning. 
Structure Will refer specifically to the formal properties 
of the assumptions and expectancies a person holds 
at a given time in regard to the nature and 
origins of knowledge and value" (Perry, 1970, p. 
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APPENDIX B 
SYLLABUS 
(CONTROL GROUP) 
Psychology 3001: Introduction to Psychology 
Semester I 1989-90 
Prof. Gilberto E. Rios 
Office: CH 106, Tel. 832-4040, ext. 3383 
Office hours: MW 1:30-3:00, TTh 1:00-3:00 
Description of the course: 
Principles underlying human behavior. Individual differences, 
intelligence, memory, learning, the emotions, personality, 
motivation and the factors that condition man's behavior such as 
heredity, environment, the endocrine glands and the nervous system. 
Text: Weiten, Wayne. (1989). Psychology, Themes and Variations. 
Brooks Cole, CA. 
Goals of the course: 
The analysis, discrimination and assimilation of certain concepts 
and at the same time the rejection of others, should lead to changes 
in attitudes and to the development of life styles that will enable 
the student to live in harmony with himself and his society. 
Objectives: 
By the end of the semester, students will be able to: 
1. demonstrate an appreciation of the fundamental principles of 
psychology and apply them to their everyday life. 
2. indicate the contributions made to the understanding of human 
behavior by psychological research. 
3. deal effectively with his academic environment because of his 
knowledge of the processes of learning, memory and motivation 
as learned during the semester. 
4 acquire an integrated view of psychology, as a discipline and 
a science and to relate this to his Puerto Rican reality. 
Major Themes cha»ters Week 
1. Introduction 1 
1 
a. What is psychology? 1 
b. The goals of psychology 
c. Theoretical perspectives about behavior 
d. Areas of specialization of psychology 
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2 2. Scientific methods of research 2 
in psychology (Experimental Psychology) 
a. Method of experimental scientific research 
1* Development of hypothesis, independent 
dependent variables 
b. Disadvantages faced when doing research 
with human subjects 
c. Ethical considerations when doing research 
with human subjects 
3. Biological bases of behavior 
3-5 
(Physiological Psychology) 
a. The neurons and communication 
1. Structure and types of neurons 
2. The neural impulse, synapse, and the 
function of neurotransmitters 
3. Brain damage, hemispheric specialization 
4. Psychological aspects of severe mental 
disorders 
b. Structure of the brain 
1. Hindbrain 
2. Midbrain 
3. Forebrain 
4. 
points 
Peripheral nervous system Exam I, 40 
4. Sensation and perception 
a. Sensory systems 
1. Vision 
2. Audition 
b. Perceptual processes 
1. Attention, psychodynamic factors 
c. Perceptual development 
5. Variations consciousness 
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a. Sleep and dreams 
1. Interpretation of dreams 
2. Consolidation 
3. Sleep disorders 
b. Psychoactive drugs and consciousness 
1. Hypnosis as a psychotherapeutic alternative 
2. Use and abuse of drugs 
3. Use of neoroleptics in the treatment of 
mental disorders 
6. Learning: Principles and application 6 9- 
10 
(Educational Psychology) 
a. Classic conditioning 
b. Operant conditioning 
1. behavior modification 
2. corporal punishment and discipline 
3. positive and negative reinforcement 
c. Recognizing cognitive processes in 
conditioning 
1. cognitive theories of learning 
2. methods of teaching and learning 
outcomes Exam #2, 40 
points 
7. Processing of information and memory 7 
11-12 
a. processing information 
b. retrieval, getting information back 
out of memory 
c. theoretical perspective of memory 
d. Physiological considerations of memory 
8. Language and thought 
12-13 (Psycholinguistics) 
a. Theories of language acquisition and 
language development 
Piaget, Chomsky & Kygotsky 
b. problem solving and creativity 
8 
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Motivation 
16 
and emotion 
a. Motivational theories 
b. Specific motives 
1. hunger and eating 
(a) eating disorders 
(b) anorexia, bulimia 
2. affiliation 
3. sexual behavior 
4. achievement 
c. Fundamental components of emotions 
d. Theories of emotion Exam 13, 30 
points 
Evaluation criteria 
1. Three short exams worth 40,40,30 points, respectively 
2. Class participation, 15 points 
3. Final exam, 60 points 
4. The value of each examination item is two points. 
5. The final grade will be obtained by dividing student's total 
scores by the sum of all exams or 340. The resulting 
percentage will determine student's course grade according to 
the normal curve. Participation points will be considered 
when student's grade is marginal, i.e. 78.5, 89.3. 
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APPENDIX C 
SYLLABUS 
(EXPERIMENTAL GROUP) 
Psychology 3001: Introduction to Psychology 
Semester I 1989-90 
Prof. Gilberto E. Rios 
Office: CH 106, Tel. 832-4040, ext. 3383 
Office hours: MW 1:30-3:00, TTh 1:00-3:00 
Description of the course: 
Principles underlying human behavior. Individual differences, 
intelligence, memory, learning, the emotions, personality, 
motivation and the factors that condition man's behavior such as 
heredity, environment, the endocrine glands and the nervous system. 
Text: Weiten, Wayne. (1989). Psychology, Themes and Variations. 
Brooks Cole, CA. 
Goals of the course: 
The analysis, discrimination and assimilation of certain concepts 
and at the same time the rejection of others, should lead to changes 
in attitudes and to the development of life styles that will enable 
the student to live in harmony with himself and his society. 
Objectives: 
By the end of the semester, students will be able to: 
1. demonstrate an appreciation of the fundamental principles of 
psychology and apply them to their everyday life. 
2. indicate the contributions made to the understanding of human 
behavior by psychological research. 
3. deal effectively with his academic environment because of his 
knowledge of the processes of learning, memory and motivation 
as learned during the semester. 
4. acquire an integrated view of psychology, as a discipline and 
a science and to relate this to his Puerto Rican reality. 
5. recognize their values in reference to the teaching/learning 
process. 
6. derive personal meaning from the learning experience. 
7. acquire a higher level of self-knowledge. 
8. develop as an independent learner, motivated mostly by his 
personal needs. 
Major Themes Chapters Week 
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1. Introduction 
1 1 
a. What is psychology? 1 
b. The goals of psychology 
c. Theoretical perspectives about behavior 
d. Areas of specialization of psychology 
2. Scientific methods of research o 
2 z 
in psychology (Experimental Psychology) 
a. Method of experimental scientific research 
1. Development of hypothesis, independent 
dependent variables 
b. Disadvantages faced when doing research 
with human subjects 
c. Ethical considerations when doing research 
with human subjects 
3. Biological bases of behavior 3 
3-5 
(Physiological Psychology) 
a. The neurons and communication 
1. Structure and types of neurons 
2. The neural impulse, synapse, and the 
function of neurotransmitters 
3. Brain damage, hemispheric specialization 
4. Psychological aspects of severe mental 
disorders 
b. Structure of the brain 
1. Hindbrain 
2. Midbrain 
3. Forebrain 
4. Peripheral nervous system Exam I, 40 
points 
4. Sensation and perception 
a. Sensory systems 
1. Vision 
2. Audition 
b. Perceptual processes 
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1. Attention, psychodynamic factors 
c. Perceptual development 
5. Variations consciousness 
a. Sleep and dreams 
1. Interpretation of dreams 
2. Consolidation 
3. Sleep disorders 
b. Psychoactive drugs and consciousness 
1. Hypnosis as a psychotherapeutic alternative 
2. Use and abuse of drugs 
3. Use of neoroleptics in the treatment of 
mental disorders 
6. Learning: Principles and application 6 9- 
10 
(Educational Psychology) 
a. Classic conditioning 
b. Operant conditioning 
1. behavior modification 
2. corporal punishment and discipline 
3. positive and negative reinforcement 
c. Recognizing cognitive processes in 
conditioning 
1. cognitive theories of learning 
2. methods of teaching and learning 
outcomes Exam #2, 40 
points 
7. Processing of information and memory 7 
11-12 
a. processing information 
b. retrieval, getting information back 
out of memory 
c. theoretical perspective of memory 
d. Physiological considerations of memory 
8. Language and thought 
12-13 (Psycholinguistics) 
a. Theories of language acquisition and 
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language development 
Piaget, Chomsky & Kygotsky 
b. problem solving and creativity 
9. Motivation and emotion 
13-16 10 
a. Motivational theories 
b. Specific motives 
1. hunger and eating 
(a) eating disorders 
(b) anorexia, bulimia 
2. affiliation 
3. sexual behavior 
4. achievement 
c. Fundamental components of emotions 
d. Theories of emotion Exam #3, 30 
points 
Methods and procedures 
The following narrative describes the general method to be 
followed in the teaching of this course. Introduction to Psychology. 
To be able to appreciate the theoretical foundations of this mode of 
teaching, you may review the following readings, which will be 
available in reserve at the library: 
Faw, V. E. (1949). A psychotherapeutic method of teaching 
psychology. American Psychologist 4(4). 104-109. 
Rogers, C. R. (1961). "Significant learning: In therapy and in 
education." In C. R. Rogers, On Becoming a Person, pp. 279- 
295. Boston: Houghton Mifflin. 
Rogers, C. R. (1963). "Learning to be free." In S. M. Farber & R. 
H. Wilson (eds.). Conflict and creativity: Control of the mind, 
Part 2, pp. 268-288. New York: McGraw-Hill. 
Rogers, C. R. (1963). Graduate education in psychology: A 
passionate statement. Western Behavioral Sciences Institute. 
Read the references with an open mind; the perspective presented is 
a humanistic one, intending to foster a climate that permits freer 
expression and interchange of ideas. At the same time this method 
is considered non-traditional since the student will become an 
active participant, participating not only in discussions but also 
in helping to decide the best way to achieve his goals in the 
course. Due to this, the professor will have a non-traditional 
role, he will not impart knowledge in an authoritarian way (mode) 
but will instead work with students in facilitating their learning. 
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Generally, the idea is to create more options in the process 
of learning, to motivate students to find a mode of study that is 
attuned to their needs. 
According to Dr. Velney Faw (1949), a course of study consists 
of five basic elements: (1) persons, (2) interactions, (3) 
procedures, 
(4) content, and (5) institutional press. The method we are 
interested in consists of the five basic elements mentioned above in 
all their possible combinations, considering their respective weight 
(importance). This course, for example, could emphasize persons and 
their interactions in contrast with content and institutional press; 
the major elements of traditional pedagogy. As a matter of fact, an 
applied study of psychology should emphasize the way a person 
behaves and how and why he interacts with others. In this way 
persons and their interactions would be the content. 
Definition of elements: 
Persons: The most basic characteristic we will encourage in this 
course is freedom, freedom to explore students' goals, their needs, 
their feelings, their ideas. There are mainly two types of freedom. 
One is "academic freedom," which permits student and faculty to 
express their ideas. The other is "internal freedom," which 
minimizes internal pressures, for example to be free of anxiety when 
faced with a learning activity. The phrase used by those who have 
internal freedom is "I feel I can be me." This is explained in 
detail in the suggested references. 
Interactions: This means the relations we have with people. To 
make possible the previously mentioned freedom, Rogers has described 
a series of conditions which facilitate "internal freedom." They 
are as follows: (a) confront a real problem, (b) trust human 
beings, (c) the authenticity of the professor, (d) acceptance, (e) 
empathy, (f) provide resources. Instead of repeating the 
descriptions according to Rogers (1963), we suggest the student 
consult his book "Learning to be Free." The conditions described 
may also be applied to these two possible class arrangements: 
1. Approximately half the time spent in the classroom could be 
dedicated to classes focused on the students. The role of the 
professor during these classes will be to stimulate "academic 
freedom" and internal freedom in students by listening and 
accepting respectfully. He will try to understand what 
students propose, and will show genuine interest in them. 
There will be two types of classes, those where the 
discussions are focused on the students and those where the 
students present the demonstrations, literature, reviews, etc. 
2. The rest of the time 
the professor. The 
be to maintain the 
will be dedicated to classes focused on 
role of the student during this time will 
academic freedom" and internal freedom of 
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understanding U3te"in9 “* re3P°ndln<! 30 33 t0 1™onstrate 
tlme "in be distributed between these types of classes will 
SL h•n Y m^tual accord at the end of each class. In this 
ofYboth °l tlme WlU be informa1' responding to the needs 
of both the students and the professor, respectively. 
Procedures: This refers to the way we relate the "content" with the 
persons within the limits imposed by institutional press, doing so 
to promote freedom of thought. An alternative to bring about 
freedom of thought would be letting the student select learning 
activities which will bring them closer to achieving their goals for 
the course. So then it would be indispensable that the students 
after reviewing the subject or thematic content described before and 
elaborated in the text, will hand in a written report establishing 
their priorities and their general goals regarding the course. They 
would respond to these typical questions: Why am I taking the 
introductory course of psychology? What things would I like to 
learn about psychology? How will this course be able to help me in 
my personal life? The answer to these and other questions may be 
answered as follows: 
1. If what you want is to accumulate a considerable amount of 
facts and information about psychology, you should emphasize 
taking notes in class and reading the text, plus other 
supplementary readings. 
2. If what you want is to get to know yourself better by studying 
psychology, then you could opt for participating actively in 
the discussions, taking a series of psychosomatic tests or 
meeting periodically with a psychologist or a counselor. 
3. If your interests are primarily scientific, you could then 
read about research and investigations made in psychology, 
design an experiment, or do one. 
The goals selected by the students could be attained by the learning 
activities that follow.* The same should be seen as options or 
alternatives, not as requirements. 
*NOTE: It is assumed that the goals and objectives described at 
the beginning of this syllabus will be common to the 
professor and the student in addition to the individual 
goals of each student. 
Learning Activities: Alternatives 
1. Article reviews. A critical review and written presentation 
of articles obtained from periodicals in psychology, the 
articles may also be presented as oral reports in class. The 
selection of articles must be related to one of the goals 
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established by the course or selected by the student. 25 Dta 
ea. 
2. Research. The student may have an idea for an experiment or 
investigative work which can be handed in and presented to the 
class in order to receive feedback from it. There are three 
possible levels to this alternative: 
Level I: The written ideas expressed as an experiment. 15 
pts. 
Level II: The written proposal plus a literature review 
associated with the investigation. 20 pts. 
Level III: The written proposal, the literature review, plus 
the experimental design to be used to prove the hypothesis. 
25 pts. 
3. Individual Experiments: A hypothesis is proposed and 
verified, the results are analyzed and handed in. In this case 
the student may collaborate with a senior psychology 
student who is taking experimental psychology or the 
senior psychology seminar. The results in findings may 
be presented before the group. 50 pts. 
4. Group Projects: Two or more students may work together on a 
project approved by the professor and later present the 
findings in class. To obtain ideas they may consult the 
instructor's manual, which will be available in reserve. 40 
pts. 
5. Demonstrations: The students may opt to do a demonstration in 
class about some concept of psychology. They may also consult 
the instructor's manual for ideas. 20 pts. 
6. Term Paper: The student may present a term paper developed in 
consultation with the instructor, about any subject from the 
course. 50 pts. 
7. Field Trips: The student may contact institutions in the 
community to receive information about the services offered or 
to observe a behavior phenomenon directly. Later he will hand 
in a 
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written report of his observations. For example, a visit to 
A.A., or a mental institution, or the ESPIBI Center, etc. 25 
S. Occupational Evaluation: If a student is undecided about a 
m*Y °Pt f°r receivin9 career counseling so as to 
learn about higher aptitudes, limitations, interests and 
values, be it through tests or interviews with a counselor. 
2b pts. 
9. Counselinq/therapy: If the student should have any emotional 
difficulty or is interested in growing as a person through a 
therapeutic relationship, the student will also receive credit 
for this. 25 pts. 
10• Behavior Modification Plan; The student in consultation with 
the instructor could design a plan to modify some aspect of 
his behavior (see Watson & Thorp, 1981). 40 pts. 
11. The student, using his creativity, could develop any other 
alternatives. 
Content: 
What corresponds to content appears before in the syllabus under 
"Major Themes," with its corresponding readings by chapters. The 
work done by students could be evaluated in terms of how they use 
the course to attain their own goals. 
Institutional Press: 
This refers to those institutional or administrative factors which 
are determinant in some learning situation, which are out of the 
control of students and faculty. For example: compulsory 
attendance, final exams, work assigned, tests and, in the case of 
the professor, meeting his classes, publishing, carrying out 
investigations, etc. 
Evaluation Criteria: 
Criteria Value 
1. Participation in class 
2. Tests and final exam* 
15 
Test I 40 
Test II 40 
Test III 30 
Final 60 
73 
The total possible points of all tests adds up to 170 points, which 
will be 50% of the final grade. If students opt to, they may 
combine learning activities for an additional 170 points. 
3. Learning activities 170 points 
If students opt to do a combination of some learning 
activities they must make this decision before the first 
short test. They must then meet with the professor to 
agree on a written contract in which the activities to be 
engaged in will be defined. If they decide not to do 
learning activities, then each test item will be worth two 
points for a total of 340. 
NOTE: The final grade will be obtained by dividing the total 
accumulated by the total possible (355, 340 + 15 points of 
class participation). The percentage obtained will correspond 
to their semester grade using the regular curve. 
74 
APPENDIX D 
LEARNING CONTRACT 
PSYCH 3110 
Semester I, 1989-90 
Prof. Gilberto E. Rios 
It is my understanding that in the Introduction to Psychology course 
students may accumulate a maximum total of 340 points by 
examinations only or they may count the exams as single value and do 
170 points worth of optional learning activities. 
Thus I, —_-, would prefer to count my 
exams as single value and do the following learning activities or 
projects with their respective point equivalencies and due dates for 
a total of 170 points. 
Learning Activity Point Value Due Date 
The learning activities identified above will be developed by mutual 
accord between instructor and student. Students will thus be 
committed to carrying out their respective projects with the 
corresponding due dates. They may also consult and follow up with 
the instructor as deemed necessary. 
j , am in agreement with and will honor 
the stipulations of this "Learning Contract." 
(student's signature) 
(date) 
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APPENDIX E 
CLASSROOM OBSERVATION GUIDE 
Psychology 3001 Introduction to Psychology 
Fall 1989-90 
Prof. Gilberto H. Rios 
During the course of this semester an evaluative study of 
teaching practices and classroom climate will be undertaken 
utilizing two intact sections of the introductory course. In order 
to gather data, certain qualitative measures need to be recorded. 
More specifically, what is intended to be observed and 
recorded are behaviors or attitudes corresponding to the following 
areas: 
1. The behavior and attitudes expressed by the instructor as they 
pertain to the following areas: 
a. degree and quality of leading or structuring the learning 
situation. 
b. exercise of authority. 
c. facilitation of participation. 
d. means and quality of motivational approaches. 
e. nature and quality of climate fostered, whereby students 
are respected and accepted as persons individually. 
2. The behavior and attitudes expressed by students as they 
pertain to the following areas: 
a. degree of involvement and participation. 
b. quantity, quality and nature of student questioning. 
c. students' reactions to each others' comments and 
questions. 
d. student attribution of authority (text, instructor, etc.). 
e. tolerance toward ambiguity and uncertainty. 
f. whether there is a general sense of community or belonging 
to a group. 
76 
In order to facilitate both observation and recordinq the 
major terms corresponding to the previously described areas may be 
consulted in the attached "definition of terms" sJeet Y 
On the first day of observations, observers will be introduced 
as such to only one group. Students will simply be told that the 
observers would come in periodically to observe the instructor in 
terms of how he goes about his teaching and that this is being done 
as a semester project for their Educational Psychology course. 
Observers must be punctual in their arrival so as not to draw 
inadvertent attention to themselves and they must come at least once 
a week to each section. They also need not give prior notice as to 
when they will come. Once in the classroom they should refrain from 
interacting with students; they should not participate in any way. 
Every two weeks observers will meet individually with the 
instructor in order to turn in and discuss their data. Two types of 
data will be recorded on an alternating day basis. One will be an 
anecdotal report type data covering observers' impressions in the 
two general areas (see attached "Observer Classroom Behaviors 
Recording Sheet"). The other will be a more structured likert type 
scoring sheet (see attached "Observer Classroom Interaction Scoring 
Sheet") . 
At the end of the semester observers will then assist the 
instructor with final data analysis. 
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APPENDIX F 
OBSERVER’S CLASSROOM BEHAVIOR RECORDING SHEET: 
A SUMMARY OF FINDINGS 
(CONTROL GROUP) 
16 Observations (From September 22, 1989 - November 3, 1989) 
Instructor Behaviors 
Degree and quality of leading or structuring the learning 
situation. 
References to this discussion were considerable, both 
observers felt classes were structured considerably, class 
agenda and pace was always established by the instructor. 
Observers even suggested that the pace may have been too fast 
at times. 
2. Exercise of authority. 
Though observations indicate that the instructor was the 
authority he was, however, not authoritarian. There were 
reported instances of "I don't know about that" on the part of 
the instructor. On the other hand the instructor was reported 
to be formal in his approach. 
3. Facilitation of participation. 
Perhaps due to the tight agenda and constant lecturing, 
student participation was generally minimal and was even cut 
off. On the other hand there were also reports of frequent 
interruptions by students to get a word in, this was more 
evident towards the latter part of the semester. It should 
also be noted that student behaviors as recorded by observers 
were minimal, students may have been more passive and 
observers may have paid more attention to the instructor. 
4. 
5. 
Means and quality of motivational approaches. 
The major reported motivational approach was the application 
of concepts to everyday life. Examples were generally 
frequent and relevant but they were the instructors examples. 
The use of humor was also noted. 
Nature and quality of climate fostered, whereby students are 
respected and accepted as persons individually. 
Climate appeared to be 
transpired, observers 
the part of students, 
affected by time, as the semester- 
noted more attempts at participation on 
to the point of interrupting the 
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APPENDIX G 
OBSERVER'S CLASSROOM BEHAVIOR RECORDING SHEET: 
A SUMMARY OF FINDINGS 
(EXPERIMENTAL GROUP) 
11 Observations (From September 22, 1989 - November 15, 1989) 
1. Degree and quality of leading of structuring the learning 
situation. 
Initially structuring and leading proceeded as in the control 
group, by mid-semester student questioning was such that 
classes became less structured. 
An important observation indicated that when students make 
presentations they were taken seriously by their peers. 
2. Exercise of authority. 
Notes on this group made only one reference to the instructor 
being formal. Frequent comments were made regarding how the 
instructor took students questions seriously and attentively. 
Again, as in the previous group, though it was clear that the 
instructor was the authority he was, however, not perceived as 
authoritarian. 
3. Facilitation of participation. 
Although student behaviors as recorded were a minor category 
in contrast to instructor behaviors, it was quite notable that 
students in this group made a greater number of questions. 
There was also considerable involvement when they made 
presentations. 
4. 
5. 
Means and quality of motivational approaches. 
Student participation by way of questioning and presentations 
was a major motivating factor for the class. The use of humor 
was also noted in this class. 
Nature and quality of climate fostered, whereby students are 
respected and accepted as persons individually. 
The nature of climate is hard to ascertain from the 
observers recorded their data. It can thus only be 
that on the basis of participation and involvement, 
felt respected and accepted. 
way 
implied 
students 
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APPENDIX H 
OBSERVER CLASSROOM INTERACTION SCORING SHEET 
Psychology 3001 
Professor Gilberto E. Rios 
Fall 1989-90 
Observer___ 
Date__ 
Section #_ 
Score interaction behaviors according to the following scale: 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
1. The instructor defined the problem area for discussion or set the class agenda. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
2. The instructor covered class agenda or topics by lecturing, 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
3. The instructor solicited information, values or personal 
experiences of the students. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
• 4. The instructor asked open reflective-type questions in an 
informal manner. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
5. The instructor addressed students by first name. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
6. The instructor related concepts to everyday life. 
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strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
The instructor listened attentively to students' comments or 
questions. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
The instructor used humor to set students at ease or to 
establish an informal climate. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
The instructor gave administrative orientation about the 
course. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
The instructor made himself available to students for 
individual consultation, after class or in his office. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
The instructor demonstrated initiative in motivating students. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
The instructor was open to sharing authority. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
The instructor commended students on their contributions to 
the course. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Overall, the instructor facilitated the establishment of a 
permissive environment. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Students spontaneously volunteered information or personal 
experiences. 
disaSrw i,r" tCTd l° 1,r" Ci,,t ”y U"d 10 diH5r" «»»«"« «r<m,iy 
16. Students felt free to use humor. 
disagree 39166 ^ t0 49166 Cant 33Y teDd t0 disaqree disagree strongly 
17. Students participated in determining the class agenda, 
disagree 39166 tMd t0 49166 C4n,t 34Y tend t0 disaqree di8a?ree strongly 
18. Students were generally receptive and respectful toward other 
students' questions or comments. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
19. Students demonstrated responsibility for their own learning. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
20. Students seemed comfortable and at ease in class. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
21. Students sought "correct" answers to their questions. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
22. Overall, students seemed interested and involved in this 
course. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
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APPENDIX I 
CHECKLIST OF EDUCATIONAL VIEWS 
PART V 
This part is about your educational opinions. 
Reading is not a single isolated skill. The way we read in 
our college work, for example, is related to our points of view 
about education, teachers, students, authors of books, and soon. 
These are matters of opinion. Below you will find some opinions 
about different aspects of education, quoted as they have been 
stated by people with various points of view. Many people agree 
with these statements, many disagree, and many find it hard to 
decide. 
N 
After each quotation you are given a series of choices on 
which to circle the approximation of your feeling about the 
quotation, thus: 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
That is, after any quotation you might circle any one of the 
phrases from "Strongly agree" to "Strongly disagree," or if none of 
these, the phrase "Can't say." 
Then, following these phrases, you will find a space of three 
lines on which you are to state a reason or make a note of 
explanation or a comment on your thoughts, thus: 
Reason or 
Note___ 
Be sure to write a reason or note on each item. You may often 
feel that you would need to write a sizeable essay about an item to 
make your thoughts clear. This is understood by the testmakers; 
your note can indicate simply the direction your thoughts would take 
in such an essay. You may therefore feel free to work fairly 
rapidly. 
There are no answers to these questions that are right for 
everyone, but your answers round out the point of view from which 
you work and give meaning to the procedures you use in reading. 
You have 20 to 25 minutes for this part. 
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Work rapidly to answer each item. 
Quotation 1: "When a teacher assigns books that contradict each 
0 er should make clear which one is correct." 
strongly agree agree tend to agree can’t say tend to disagree disagree strongly 
disagree 
Reason or 
Note 
Quotation 2: "A student should have a clear idea of what he intends 
to do when he gets out of college so he can take 
courses which will be of real use to him." 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Reason or 
Note_ 
Quotation 3: "In areas where experts disagree, teachers should not 
grade students on their opinions but only on how well 
their opinions are expressed." 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Reason or 
Note_______ 
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Work rapidly to answer each item. 
Quotation 4: "The worst thing about a vague assignment is that you 
can't tell how much the professor wants done." 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Reason or 
Note _ 
Quotation 5: "Teachers should concentrate as much as possible on 
presenting the facts and not waste time expounding a 
lot of points of view about them." 
strongly agree agree tend to agree can’t say tend to disagree disagree strongly 
disagree 
Reason or 
Note_ 
Quotation 6: "A person can attain anything in life if he wants it 
hard enough." 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Reason or 
Note_---- 
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Quotation 7: 
Work rapidly to answer each item. 
It is not fair if a student who has done all the 
reading does not get as good a grade as one who just 
happens to know the answers." 
strongly agree 
disagree 
agree tend to agree can't say tend to disagree disagree strongly 
Reason or 
Note 
Quotation 8: "Any censorship of books or movies is a violation of 
free speech and should be abolished." 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Reason or 
Note 
Quotation 9: "It is annoying to listen to a lecturer who cannot 
seem to make up his mind as to what he really 
believes." 
strongly agree agree tend to agree can’t say tend to disagree disagree strongly 
disagree 
Reason or 
Note__ 
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Work rapidly to answer each item. 
Quotation 10: "In education, separating rights and wrongs, or blacks 
and whites, is less interesting than finding patterns 
and colors in what at first looks merely gray." 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Reason or 
Note 
Quotation 11: "When a student follows definite guidance and advice, 
he is most likely to make best use of his time and 
talents." 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Reason or 
Note_ 
Quotation 12: "A good teacher’s job is to keep his students from 
wandering from the right track." 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Reason or 
Note----- 
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Work rapidly to answer each item. 
Quotation 13: "Maturity in intellectual matters develops better in 
doubt than in certainty." 
disagree te"d t0 39:66 C3n,t S3Y te"d t0 disaqree di8a^e strongly 
Reason or 
Note 
Quotation 14: "There is nothing more annoying than a question that 
may have two answers." 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Reason or 
Note_ 
Quotation 15: "Students must first master what is already known 
before they are told to exercise their own judgment." 
strongly agree agree tend to agree can’t say tend to disagree disagree strongly 
disagree 
Reason or 
Note_ 
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Work rapidly to answer each item. 
Quotation 16: "In the final analysis the student who skips assigned 
reading is throwing away his parents' money." 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Reason or 
Note 
Quotation 17: "We all have a tendency to make judgments which are 
too simple and final: we can hope to learn through 
education to make our judgments more complex and 
tentative." 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Reason or 
Note_ 
Quotation 18: "The inspiring teacher puts across to his students 
things as they really are." 
strongly agree agree tend to agree can’t say tend to disagree disagree strongly 
disagree 
Reason or 
Note__ 
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Work rapidly to answer each item. 
Quotation 19: "Students sometimes get rebellious ideas, but as they 
grow up they ought to get over them and settle down." 
disagree 39166 39166 tend t0 CaDt 33Y ten(1 t0 disaqree disa,Jree strongly 
Reason or 
Note 
Quotation 20: "Reason deals with the tentative; faith with the 
certain." 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
Reason or 
Note_ 
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APPENDIX J 
DISTRIBUTION OF STUDENTS BY MAJOR AND YEAR OF STUDY 
CONTROL AND EXPERIMENTAL GROUP SECTIONS 
Section 112 Control Group Section 121 Experimental Group 
N's Major 
1 Sociology 
1 Secretarial Science 
1 Economics 
3 Mechanical Engineering 
5 Industrial Engineering 
3 Civil Engineering 
4 Electrical Engineering 
2 Chemical Engineering 
1 Social Science General 
1 Nursing 
1 Computerized Info. Systems 
2 Surveying and Topography 
2 Pre-med 
3 Biology 
1 Pre-vet 
1 Political Science 
1 Chemistry 
N’s Major 
11 Pre-med 
1 Medical Technology 
1 Surveying and Topography 
2 Industrial Engineering 
3 Civil Engineering 
2 Mechanical Engineering 
1 Organizational Studies 
1 Computerized Info. Systems 
1 Psychology 
3 Political Science 
1 Mathematics 
2 Industrial Microbiology 
1 Biology 
1 Agronomy 
2 Accounting 
1 Nursing 
1 Social Science 
Distribution by Year of Study 
Year N % of total N's 
1 2 .06 
2 21 .64 
3 5 .15 
4 2 .06 
5 3 .09 
Totals 33 100% 
Distribution by Year of Study 
Year N % of total 
1 0 .00 
2 16 .46 
3 6 .17 
4 12 .34 
_5 1 .03 
Totals 35 100% 
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APPENDIX K 
STUDENT COURSE EVALUATION FORM 
Psychology 3001 
Professor Gilberto E. Rios 
Course/Instructor Evaluation 
Section # 
Answer all items according to the following scale: 
disagree 39166 ^ t0 CaDt S3Y teDd t0 disagree disa9r« strongly 
1* The instruct°r defined the problem area for discussion or set the class agenda. 
strongly agree agree tend to agree can’t say tend to disagree disagree strongly 
disagree 
2. The instructor covered class agenda or topics by lecturing, 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
3. The instructor solicited information, values or personal 
experiences of the students. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
4. The instructor asked open reflective-type questions in an 
informal manner. 
strongly agree agree tend to agree can’t say tend to disagree disagree strongly 
disagree 
5. The instructor addressed students by first name. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
6. The instructor related concepts to everyday life. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
7. The instructor listened attentively to students' comments or 
questions. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
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8. The instructor used humor to set students at ease or to 
establish an informal climate. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
9. The instructor gave administrative orientation about the 
course. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
10. The instructor made himself available to students for 
individual consultation, after class or in his office. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
11. The instructor demonstrated initiative in motivating students. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
12. The instructor was open to sharing authority. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
13. The instructor commended students on their contributions to 
the course. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
14. Overall, the instructor facilitated the establishment of a 
permissive environment. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
15. Students spontaneously volunteered information or personal 
experiences. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
16. Students felt free to use humor. 
strongly agree agree tend to agree can't say tend to disagree disagree strongly 
disagree 
17. Students participated in determining the class agenda. 
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19m i,r" t""1 t0 1,ree Cin,t M* te,d t0 “•*«'« «»»9r« «troi,l, 
18. 
qt^pnJ!-Were ?enerallY receptive and respectful toward other 
students questions or comments. 
strongly agree agree tend to agree 
disagree can’t say tend to disagree disagree strongly 
19. You feel you took responsibility for your own learning, 
disagree 39166 t6nd l° 39166 C3n,t S3Y tend t0 disagree disa9ree strongly 
20. You felt comfortable and at ease in class. 
strongly agree agree tend to agree can’t say tend to disagree disagree strongly 
disagree 
21. Students sought "correct” answers to their questions. 
strongly agree agree tend to agree can’t say tend to disagree disagree strongly 
disagree 
22. Overall, you were interested and involved in this course, 
strongly agree agree tend to agree can’t say tend to disagree disagree strongly 
disagree 
Answer the following according to your own personal opinion: 
1. Did you consider this course to have been different from 
others you may have taken in the general area of the social 
sciences? 
yes_ no_ 
If you found this course to have been a different experience, 
please explain how. 
If you had to choose between a permissive or a directive 
classroom climate, which would you prefer as the ideal for an 
introduction to psychology course? 
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NOTE: A directive environment is characterized by the 
instructor being the maximum authority, establishing the 
parameters and rules by which class will be conducted. 
A permissive environment tends to be democratically 
oriented, allowing for student participation in the 
establishment of the parameters and rules by which class 
will be conducted. In this sense the instructor's role 
would be one of facilitator. 
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APPENDIX L 
STUDENT COURSE EVALUATION FORM 
(FOR OPTIONS STUDENTS ONLY) 
Psychology 3001 
Professor Gilberto E. Rios 
Course/Instructor Evaluation 
For options students only 
possible”8Wer the £ollowing duesti°n8 as honestly and precisely as 
1. Why did you decide to do the alternate learning activities? 
Now that you have turned in all of your projects, was it worth 
your time and effort to have opted for learning in this way? 
3. If, in the future, you were to have the opportunity to learn 
in a non-traditional manner as you have in this course, would 
you do it again? Please explain your answer whether it be 
affirmative or negative. 
4. What have you learned from having taken this course in 
psychology? 
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